The purpose of this research was to explore the relationship between school culture and motivation perceptions of teachers in high schools. The study tested whether the participant teachers' organizational culture and motivation perceptions were statistically different according to gender, marital status, school type and professional seniority and also it was attempted to determine whether the motivation perceptions of teachers could be statistically predicted from their organizational culture perceptions. A simple random sampling method was used in the study conducted with the teachers employed in high schools in Diyarbakır city center. The Organizational Culture Scale and the Teacher Motivation Scale were incorporated as data gathering instruments in the study. As a result of the research, it was concluded that the teachers' organizational culture perceptions statistically varied according to gender (in favor of the female teachers) and marital status (in favor of the married teachers) in the power culture dimension and according to professional seniority (in favor of those of 20 years or more teaching experience) in the support culture dimension and that the motivation perceptions of the teachers statistically varied according to gender (in favor of female teachers) in the external motivation dimension. In addition, it was found that the teachers' motivation perceptions could be statistically predicted from their organizational culture perceptions.
Introduction
Each organization has different characteristics according to its area and purpose. Organizational culture is one of the major factors to shape these characteristics. Organizational culture is of great importance in terms of educational organizations. Achievements of educational organizations directly affect the future of society. On the other hand, the ability of educational organizations to meet society expectations is associated with organizational culture in schools because this culture enables us to understand and adopt goals in schools and to make common efforts to attain these goals. It also holds schools together with staff. What's more, it has a positive influence on employees' morale and productivity. In this context, it may be assumed that there is a relationship between organizational culture and motivation perceptions of teachers. When the related literature is reviewed, it is seen that there have been limited studies to examine the relationship between organizational culture and motivation perceptions of teachers. It is considered that this study, which examines the relation between these two concepts, will contribute to the literature. shared dispositions that holds units together and gives them a distinctive identity. According to Schein (1984) , organizational culture is a model of the basic approaches that the group learns while solving problems of internal integration and external adaptation, works well enough to be effective, and is therefore shared with new members in order to teach them how to think, perceive and feel about these problems.
In the conducted studies on organizational culture, it is noteworthy that organizational culture is generally examined in four dimensions. For example, Hofstede (1980) suggests four different trends: cultural distance, masculinity/femininity, individuality and avoidance of uncertainty, while Harrison (1975) argues that there are four different ideological trends in organizations: power culture, role culture, task culture, and individual culture, Adapting these trends suggested by Harrison to the ancient Greek gods, Handy (1981) states that organizations have four different cultural characteristics, namely power culture (Zeus), role culture (Apollo) task culture (Athena) and individual culture (Dionisus). Based on the classifications by Harrison and Handy, Pheysey (1993) explains the cultural characteristics of organizations in four categories: power culture, role culture, success culture and support culture. In this study, Pheysey's (1993) classification of organizational culture was taken as a basis. Power culture; in such organizations, organizational rules are considered universal and are practiced for everyone. Status, obedience and supervision are attached importance. Role culture; activities of individuals in each position in the organization are pre-determined. Job descriptions, rules and principles determine the behavior of employees. Hierarchical decisions and non-personal relationships are taken as a basis. Success culture; organizations with such cultures are regarded as flexible bureaucracy. Upper management does not interfere with short-term decisions but determines the long-term policy. Decisions are made by committees. Support culture; mutual relations between the members of the organization, joint decision-making, and commitment are observed. Everyone in the organization sees themselves as organizational members and believes that they are valued (Pheysey, 1993) .
Organizations are mini-communities with their own distinctive cultures and subcultures (Morgan, 1998) . Therefore, each organizational culture reflects different characteristics. In this context, schools as educational organizations also have their own cultures (Özdemir, 2012) . The concept culture in schools was first referred to the lifestyle by Waller (1932) , who points out that schools have their own identity, with complex rituals of personal relationships and a range of traditions, irrational sanctions and ethical rules (Schoen & Tedlie, 2008) . In another definition, organizational culture in the school (school culture) is conceptualized as meaning patterns to include historically quoted norms, values, beliefs, traditions, and myths (Stolp & Smith, 1995) . In this respect, organizational culture in schools is considered as a lifestyle that occurs over time in schools (Balcı, 1996) . Organizational culture in schools is influenced by the following factors: school age, historical development process, aims and objectives, socio-economic and geographical environment, socio-economic levels of students, rural and urban areas, facilities, technology used, school and class size, expectations of administrators, teachers, students and parents, and whether the education system is decentralized (Ipek, 1999) .
Considering that the outcome of schools is man and people are taught in schools, school organizational behavior regulations have become more important than those in other organizations (Doğan, 2017) , and this increases the significance of organizational culture in schools. Organizational culture in educational institutions includes values, symbols, beliefs and shared meanings of parents, students, teachers, and others who are designed as a group or community, and manages what is valuable for the group, and how members should think, feel and act (Sergiovanni, 1984) . Therefore, it restricts member activities, but also provides harmony and adaptation, contributes to the comfort of employees by removing task ambiguities, and as a result of generationally transmitted shared behaviors, brings compatibility between organizational members and between organizations and the external environment, and increases motivation by establishing a psychological bond between staff and organizations (Çelik, 2007) . In this context, cultures that enable their members to participate in various organizational processes and to feel organizational commitment are also called powerful cultures (Murat & Açıkgöz, 2007) . A strong organizational culture is a prerequisite for an effective school. On the other hand, culture itself could be a problem in some schools. In schools with not-very-strong cultures, bonds and communication between administrators, teachers, students and parents are weak, all members have low achievement expectation levels for each other, feelings of suspicion and hostility among members are common, destructive conflicts are frequent, and feelings of love and respect are poor among members and motivation is low (Ozdemir, 2006) . Thus, organizational culture in schools gains importance as one of the basic factors that influences and directs the behaviors of teachers and as a significant aspect of their motivation.
Teacher Motivation
Derived from the root of "movere" which means "to move" in Latin, (Ramlall, 2004; Steers, Porter & Bigley, 1996) , motivation, in the most general term, is defined as driving force (stimulation, desire, impulse, and so on) that leads an organism to a particular object or situation or a process that initiates, sustains and directs spiritual or physical activity (Budak, 2005) and is thought to be a dynamic set of factors that describes individual behavior (Chişiu, 2013) , including desires, wishes, needs, impulses (hunger, thirst, sexuality, etc.) and interests (Cüceloğlu, 1999) .
Motivation affects individual enthusiasm and productivity (Thahier, Ridjal & Risani, 2014) . Positively motivated employees work hard to achieve their goals and thus, enjoy what they do. Performance of less motivated employees decline and they compromise on service quality (Kasenga & Hurtig, 2014) .
People can get not only motivated to different extents, but also in different ways. Research has emphasized that individual performance and experience could vary according to internal or external reasons (Amabile, 1997; Ryan & Deci, 2000) . Internal motivation is solely associated with task performance. Arising from task content, internal motivation includes factors such as interesting and challenging work, self-management and responsibility, diversity, creativity, opportunities to use skills and abilities, and sufficient feedback on the satisfaction of endeavors (Mottaz, 1985) . External motivation is individual influence by administrators, communities, people are part of or various external factors in order to achieve task goals with the use of a number of methods (Başaran, 2004) . External motivation is based on punishment and rewards. Fruitful outcomes are more important than the act itself. It approaches motivation from a behavioral perspective. It causes individuals to act on incentives and disincentives (Hoy & Miskel, 2010) . The following have been three constant elements of educational organizations from past to present: teachers, students and curricula. Still considered as basic part of education, teachers (Şimşek, 2010 ) play a major role in teaching and contribute greatly to the education system despite all the possibilities provided by scientific and technological developments.
Teaching is instinctively magnificent, and it is pleasurable for teachers to see that learners are doing well thanks to the quality of their teaching. However, despite being admirable, education provided by a teacher, competence or teaching cannot simply last forever by itself (Senge, Cambron-McCabe, Lucas, Smith, Dutton & Kleiner, 2014) . In this context, success of schools and goal attainment might depend on the willingness of employed teachers, in other words, teacher motivation.
Teacher motivation involves internal values associated with teaching and preference to continue teaching and teaching efforts that are affected by a range of environmental factors (Han & Yin, 2016) . In this context, internal and external sources of motivation are important in teacher motivation (Yazıcı, 2009 ). An internally motivated teacher carries out duties for the love of teaching, job satisfaction, and the feeling of accomplishment and self-fulfillment whereas an externally motivated teacher fulfills duties for certain rewards (Wu, 2012 (Wu, , 2015 like salary or as a result of social support by administrators, students and parents and encouragements (Yazıcı, 2009 ).
Today, a teacher plays the following roles: a teacher to show children real life, an educator to provide children with particular information and knowledge accumulation, a mainstreamer to get schools, families, and environment together, a socializer to get children ready for society life and a trainer (Can, 2013) and occasionally a teacher has to have roles as a parent, sometimes a police officer, or sometimes a caregiver, which are all out of educational context. What's more, all these roles are carried out with great mastery, expertise and wisdom, while paying attention to the interests, needs and differences of children (Saban, 2002) . In this sense, teachers' job satisfaction and encouragement and thus love of teaching are crucial in that all these factors entail high quality individuals taught by those teachers.
The Relationship between Organizational Culture and Teacher Motivation
Each school has its own character or feeling. This can be felt when approaching a school building. It is likely to see this character through the doors, on the pictures on the walls and in the students in the halls. This character may be understood from teacher-student interaction in the classroom and student-student communication on the playground. Organizational culture in schools, which reflects the character of a school, long-established values, beliefs and tradition patterns throughout its history (Deal & Peterson, 1990) , influences and shapes thoughts and feelings of teachers, students and administrators. Teachers might have different expectations and values. Work motivation of teachers is considered to be one of those (Demirtaş, 2010) .
Motivated employees are enthusiastic about their work and therefore feel responsible for the success of the institution they are working for (Sokro, 2012) . Culture informs teachers about issues such as what a teacher means, what teaching methods are available and approved for use, and what is appropriate or inappropriate for students. Culture provokes teachers' energy to fulfill tasks, and to feel loyalty and commitment shaped by organization and ideals (Owens, 1987) .
In successful schools, culture serves as a compass to direct people in a common direction, provides a set of norms that defines what people need to accomplish and has a particular meaning and significance for teachers, administrators and students (Sergiovanni, 1984) . Teachers constitute the basis of student motivation through the quality of teaching and the development of teacher-student relationship, and they are in a very important position in the implementation of educational policies, as well as important roles in the class. In this context, teacher motivation is important because it affects both organizations and individuals and has an effect on classrooms and schools (Viseu, Jesus, Rus, Canavarro & Pereirra, 2016) . Motivated teachers are more likely to work for educational progress and innovative legislation. In this context, teacher motivation is also considered to be an important factor for class effectiveness and school development (Wu, 2015) . Besides, teacher motivation is significant in terms of teachers' personal fulfillment and satisfaction (Jesus & Lens, 2005) .
The relationship between organizational culture and motivation has been a research subject in many fields such as strategic management, organizational behavior, and industrial organizations (Parthasaraty & Ramalingam, 2015) . Research has shown that there are relationships between organizational culture of the schools and school effectiveness (Ayık & Ada, 2009) , student academic achievement (Demirtaş, 2010; Vislocky, 2005) , academic optimism (Yilmaz & Kurşun, 2015) , organizational health (Özdemir, 2012) , learning organization (Ayık & Şayir, 2015) , job satisfaction (Gligorovic, Nikolic, Terek, Glusac & Tasıc), leadership practices (Turan & Bektaş, 2013) , academic leadership (Şahin, 2011) , and teacher leadership (Yusof, Osman & Noor, 2016) , and it was also found that teachers' positive perceptions of organizational culture increased their motivation levels (Aelterman, Engels, Petegem, & Verhaeghe, 2007; Cevik & Köse, 2017; Sertel, 2016; Yilmaz, 2009) . Teacher motivation, on the other hand, was found to have a significant effect on the motivation and academic achievement of students (Atkinson, 2000; Carey, 2004; Hattie, 2013; Haycock, 1998) . In this context, students need motivated teachers; and teachers need opportunities that provide motivational potential (Remijan, 2014) . Thus, the relationship between organizational culture and motivation perceptions of teachers is important for the effectiveness of learning process in schools.
When the related literature is reviewed, it is seen that there are only a small number of postgraduate theses examining the relationship between employee motivation and organizational culture in Turkey (Karaoğlu 2014; Sop, 2016; Sözer, 2006) . One of these studies was conducted with the employees of public institutions (Sözer, 2006) , another with accommodation sector (hotel) staff (Karaoğlu, 2014) and the other with university employees (Sop, 2016) . In the literature, it is observed that the number of research carried out besides the theses on this subject is not very high (Alayoğlu & Doğan, 2015; Kavi, 2011; Yenihan, 2015) and only two of a few studies on the relationship between organizational culture and motivation have been conducted in higher education institutions, and that one was conducted with university employees (Sop, 2016) , and the other with university students (Yenihan, 2015) . Therefore, it is understood in the literature that the number of research on the relationship between organizational culture and motivation perceptions of teachers is rather limited (Çevik & Köse, 2017) . From this perspective, it is expected that the research to examine the relationship between organizational culture and motivation perceptions of teachers employed in secondary education institutions will contribute to the related literature.
The Purpose of the Study
In this study, it was aimed to explore the relationship between organizational culture and motivation perceptions of teachers working in secondary education institutions. Within the context of this aim, the answers to the following research questions were sought: 1) What are teachers' perceptions of organizational culture and motivation?
2) Do teacher perceptions of organizational culture and motivation statistically vary according to gender, marital status, school type and professional seniority?
3) Do teacher perceptions of organizational culture predict their motivation perceptions?
Method
Information on the population, sample, data gathering instruments, and data analysis process of the research which was carried out using a relational screening model are given under the subheadings below.
Research Population and Sample
This research was conducted with the teachers employed in secondary schools in the following central districts of Diyarbakir province; Bağlar, Kayapınar, Sur and Yenişehir. Bearing the difficulty of reaching all the teachers in the population in mind, 25 teachers from a total of 20 schools selected by simple random sampling were determined, consisting of five secondary schools from each district chosen by simple random sampling method again in order to represent the research population by district and a total of 500 teachers were reached. From 462 measurement tools that gave feedback, 443 forms filled according to the instructions were evaluated. 166 of the teachers who participated in the research were female and 277 were male. 337 participants were married, and 106 participants were single. 280 of the participants were working in general high schools and 163 in vocational and technical high schools. Professional seniority of teachers ranged from 2 months to 34 years.
Data Gathering Instruments
The "Organizational Culture Scale" developed by İpek (1999) and the "Teacher Motivation Scale" developed by Uçar (2015) were incorporated as data gathering instruments in the research.
The "Organizational Culture Scale" was developed by İpek (1999) , based on Pheysey's (1993) organizational culture classification. The scale consisted of 36 items, and the following four dimensions: the power culture, the role culture, the achievement culture and the support culture. It was concluded that the factor loadings of the items in the power culture dimension ranged from .32 to .72 and the explained variance was 31%; the factor loadings of the items in the role culture dimension ranged from .26 to .76, and the explained variance was 30%; the factor loadings of the items in the achievement culture dimension ranged from .38 to .72, and the explained variance was 35%; the factor loadings of the items in the support culture dimension ranged from .45 to .82, and the explained variance was 53%. The Cronbach's alpha coefficient was checked for the reliability of the scale. The Cronbach's alpha coefficient was α =.60 in the original scale for the power culture, and it was found α = .69 for the role culture, α =.78 for the achievement culture and α = .90 for the support culture. In this research, the Cronbach's alpha coefficients were calculated as follows: α =.78 for the power culture, α = .82 for the role culture, α =.90 for the achievement culture and α = .92 for the support culture.
The "Teacher Motivation Scale", developed by Uçar (2015) consisted of 19 items and two dimensions: internal and external motivation. It was concluded that the factor loadings of the items in the internal motivation dimension ranged from .53 to .80 and the explained variance was 30%; the factor loadings of the items in the external motivation dimension ranged from .61 to .87, and the explained variance was 23%. The total explained variance of the "Teacher Motivation Scale" was found 53.22%. As a result of the confirmatory factor analysis for the scale, the model fit was calculated as χ 2 =335.08; df=150; (χ2 /df)= 2.23; 0.96 for CFI; 0.85 for GFI ; 0.069 for SRMR; 0.078 for RMSEA and 0.95 for NNFI. The Cronbach's alpha of the original scale was α = .86 for internal motivation and α = .91 for external motivation. In the study, the Cronbach's alpha values were found as follows: α = .85 for internal motivation and α = .91 for external motivation.
Since the validity analyses were carried out on the scales by the researchers who developed the scales (İpek, 1999; Uçar, 2015) , there was no need to perform validity analysis again.
Data Analysis
During the data analysis process on SPSS program, arithmetic mean and standard deviation were employed to define the participant teachers' perceptions of the dimensions of the organizational culture scale and the teacher motivation scale. Prior to the difference test application, the following were examined: a normal data distribution, skewness and kurtosis values, Q-Q graphics (Q-Q Plot) and histogram graphics. As a result of the conducted analysis, the skewness values of the variables ranged from -,21 to -1,25 while the kurtosis values ranged from 1,29 to ,01. When Skewness and kurtosis values range from -1,5 to +1,5, distributions are considered to be normal (Tabachnick and Fidell, 2013) . Q-Q and histogram graphics also showed that the distribution of the variables met the assumption of normality (Can, 2014) . In this context, t test, a parametric test, and one-way variance analysis were employed in order to explore whether the teachers' perceptions of organizational culture and teacher motivation varied according to gender, marital status, type of school and professional experience. The existence of a suspicion of auto-correlation, as well as the normal distribution of the data, was examined in order to understand the suitability of the research data for regression analysis. If we suspect auto-correlation, then Durbin Watson analysis is employed to test it. The closer the Durbin-Watson value to 2, the more the auto-correlation suspicion disappears for multiple linear regression models (Doğan and Yılmaz, 2017) . In the study, the Durbin-Watson values were found 1,96 and 1,86, which could be interpreted as there was no auto-correlation. The values of VIF (Variance Inflation Factor) and tolerance for the independent variables were also examined in the study to determine the degree of multiple correlation for the predictive variables and it was concluded that the VIF values ranged from 1,81 to 2,92 and the tolerance values were higher than 0,2. When the VIF value is lower than 10 and the tolerance value is higher than 0,2, then the suspicion of multiple correlation disappears (Can, 2014) . All the analyses showed that the data set was suitable for regression analysis. To this end, multiple regression analysis was used to determine whether the teachers' motivation could be predicted from their organizational culture perceptions.
Findings
In this section, the findings of the study are presented. In this context, teachers' perception of organizational culture comprising power, role, achievement and support culture sub-dimensions and their motivational perceptions in terms of internal and external motivation sub-dimensions were described. Moreover, organizational culture and motivation perceptions of teachers were compared according to gender, marital status, school type and professional seniority. Finally, teachers' internal and external motivations perceptions were tried to be predicted from their perceptions of the organizational culture sub-dimensions.
The descriptive findings in terms of teacher perceptions of organization culture and motivation are presented in Table 1 . within the context of sub-dimensions. In Table 1 , the arithmetic means reflecting organizational culture perceptions of the teachers were found 3,37 in the power culture and role culture sub-dimensions; 3,32 in achievement culture and 3,48 in support culture sub-dimensions. The participant teachers agreed with the internal motivation dimension of teacher motivation by 3.64 and with the external motivation dimension by 4.34.
The means of teacher perceptions of organizational culture and the motivation levels are compared according to gender in Table 2 . When Table 2 is examined, it is seen that the teachers' perceptions of organizational culture do not significantly vary according to gender in the role, success, support culture dimensions but they significantly vary in the power culture dimension (t = 2,031; p =, 043). It is accordingly understood that the female teachers perceive a power culture tendency at a higher level than the male teachers in schools they work for. The teacher motivation perceptions do not vary according to internal motivation at a statistically significant level. However, there is a significant difference in the external motivation dimension. The external motivation perceptions of the female teachers were found to be statistically higher than those of the male teachers (t = 2,677; p =, 008).
The means of teacher perceptions of organizational culture and motivation according to marital status are given in Table 3 . In Table 3 , it is seen that the teachers' perceptions of organizational culture do not statistically vary in the role, success and support culture dimensions according to marital status, but significantly vary in the power culture dimension. It is understood that the married teachers have higher power culture perceptions than the single ones. The teachers' motivation perceptions do not significantly vary in the external and internal motivation dimensions according to marital status.
The means of the teachers' perceptions of organizational culture and the motivation perceptions according to school type are given in Table 4 . According to Table 4 , the teachers' perceptions of organizational culture significantly vary according to school type in the power, role, success and support culture dimensions. It is understood that the perceptions of the teachers employed in general high schools in all the dimensions are higher than those of the teachers employed in vocational and technical high schools. It is seen that the teachers' motivation perceptions do not significantly vary in the external and internal motivational dimensions according to school type.
The means of teacher perceptions of organizational culture and motivation of professional seniority are presented in Table 5 . As seen in Table 5 , the teachers' perceptions of organizational culture do not significantly vary in the power, role and success culture dimensions according to professional seniority. They significantly vary in the support culture dimension. It is understood that the perceptions of those who have 20 years or more of teaching experience are higher than the perceptions of the teachers who have 7 years or less of teaching experience. The external and internal motivation perceptions of the teachers do not significantly vary according to professional seniority.
External motivation of the teachers employed in secondary schools was attempted to be predicted from their organizational culture perceptions and the regression analysis results conducted for this purpose are presented in Table  6 . When Table 6 is examined, it is seen that the external motivation perceptions of the teachers can be predicted at a statistically significant level from organizational culture perceptions (R = .19, F = 4.16, p = .003). According to the regression analysis results, it is understood that the teachers' power, role, success and support culture perceptions only explain 4% of the variance at the level of external motivation. When the correlation between the external motivation perceptions of the teachers and the perceptions of the organizational culture, power, role, success and support cultures are examined together, it is observed that there is .10 correlation with power culture, .15 with role culture and .13 with support culture. When the correlation between the organizational culture dimensions and the external motivation perceptions of the teachers are independently examined, it is seen that the correlation is -.10 (p = .769) with power culture, .07 (p = .123) with role culture, -.04 (p = .456) with success culture and .11 (p = .021) with support culture. According to the standardized regression coefficient, the relative order of significance of the predictor dimensions on external motivation is as follows: support culture, role culture, success culture and power culture. When the t-test results of the significance of the regression coefficients are examined, it is seen that only the "support culture" sub-dimension is an important predictor of external motivation. On the other hand, the subscales of power, role and success culture do not have a significant influence on the teachers' external motivation perceptions.
The internal motivation perceptions of the teachers were attempted to be predicted from the perceptions of organizational culture and therefore, the results of regression analysis performed for this purpose are given in Table 7 . In Table 7 , it is clear that the internal motivation perceptions of the teachers employed in secondary education institutions can be predicted at a statistically significant level from the perceptions of power, role, success and support culture (R = 45; F = 27,37; p = .000). When the regression analysis results are taken into consideration, it is understood that the teachers' perceptions of power, role, success and support culture explain 20% of the variance in the internal motivation perceptions. When the correlations between the teachers' internal motivation perceptions and the organizational culture dimensions are examined together, the correlation between internal motivation and the power culture dimension is found ,32; the correlation between internal motivation and the role culture dimension is found ,34; the correlation between internal motivation and success culture is found ,42 and the correlation between internal motivation and support culture is found ,38. When the correlation between the organizational culture dimensions and internal motivation are independently examined, the correlation between power culture and internal motivation is found ,07 (p = 098); the correlation between role culture and internal motivation is found ,05 (p =, 221); the correlation between success culture and internal motivation is found ,14 (p = 002) and the correlation between support culture and internal motivation is found ,08 (p =, 077). According to the standardized regression coefficient, the relative order of significance of the predictor dimensions on internal motivation is as follows: success culture, support culture, power culture and role culture. When the results of the t-test on the significance of the regression coefficients are examined, it is seen that only the success culture sub-dimension (r =, 42; p =, 002) is an important predictor of internal motivation. However, power culture, role culture and support culture do not have a significant influence.
Result, Discussion and Recommendations
As a result of the research, the teachers employed in secondary education institutions assessed the power, role and success culture dimensions of organizational culture as little appropriate, whereas they assessed the support culture dimension as quite appropriate. This result can be interpreted as follows: they think that their schools tend to be more of a support culture. In other words, it may be argued that an organizational culture in which mutual relations, interaction, cooperation, trust and involvement in decision making process are attached importance is more welcomed by teachers. In support culture, informal structure is more important than formal structure (İpek, 2012) . The fact that more informal structure takes place in schools and that the influence factor has become more important than authority (Bursalıoğlu, 2000) may have caused the teachers to perceive support culture the most. There are studies in the literature that support the research findings. In a study by Balay, Kaya and Cülha (2013) , the participant teachers perceived support culture the most and in studies by Şahin (2017) , Sabancı, Şahin, Sönmez and Yılmaz (2017) , the participant administrators and teachers perceived support culture the most. In the research conducted by İpek (2012) , Şimşek and Babaoğlan (2015) , the teachers agreed with contemporary school culture covering support culture more. Similarly, in their research, Fırat (2007) and Irmak (2017) also found the school principals and the teachers agreed with the integration and sense of belonging dimensions with similar characteristics to support culture the most. In Çetin, Doğan and Kınık's (2016) study with university students, the students' support culture perceptions were found higher. In Özdere's (2018) study, the instructors perceived support culture the most. On the other hand, in some studies (Tanrıöğen, Baştürk & Başer, 2014; Yaprak Kaya, 2015) , the teachers stated that their schools tended to have task culture the most.
There was no significant difference observed between the perceptions of the male and female teachers in the role, success and support culture sub-dimensions of organizational culture in schools. However, the female teachers agreed with the power culture dimension more than the male ones. In the light of this finding, it may be suggested that female teachers see culture in their schools more rigid and supervisory. Sabancı, Şahin, Sönmez and Yılmaz (2017) also reached similar findings in their study. İpek (2012) concluded that the female teachers agreed with the traditional organizational culture covering power culture more than the male teachers. In a study by Terzi (2005) , the female teachers agreed with bureaucratic culture with similar characteristics to power culture more than the male teachers. On the other hand, in some studies (Irmak, 2017; Şahin, 2017) no significant difference was found in the organizational culture perceptions of the participant teachers according to gender.
The teachers' organizational culture perceptions showed a statistically significant difference in the power culture sub-dimension according to marital status. Accordingly, the married teachers thought their schools had a power culture tendency more than the single ones. It might have been caused by the fact that power culture in school is felt more by married teachers as they need to have a balance between their duties at school and private life responsibilities because of their different responsibilities outside work.
In the study, the perceptions of power, role, success and support culture of those employed in general high schools were found statistically higher than the perceptions of the teachers employed in vocational and technical high schools. It is unlikely that culture that has a strong influence on organizational success has a stereotype (Parthasarathy & Ramalingam, 2015) . In this context, more than one school culture may have been perceived in general high school. Therefore, it can be suggested that the teachers employed in general high schools perceived all the organizational culture dimensions more than those employed in vocational and technical high schools. Unlike these results, İpek (2012) concluded that the teachers employed in vocational high schools had higher perceptions of traditional organizational culture than those in general high schools.
One of the findings of the research is that the support culture perceptions of the participant teachers increased as professional seniority increased. In this context, it was concluded that those with 20 or more years of seniority had statistically higher levels of support culture perceptions than those of the teachers with 7 or less years of seniority. In studies by İpek (2012) and Fırat (2007) , it was also concluded that the teacher perceptions of organizational culture in schools increased as seniority increased. In this case, it can be argued that teachers perceive organizational culture more in terms of cooperation, communication, joint decision-making regarding education and training practices as the term of employment increases.
It was determined that the motivation perceptions of the teachers employed in secondary schools were high. The teachers' external motivation perceptions were higher than their internal motivation perceptions. This situation might be interpreted as the fact that teachers are more influenced by given rewards and punishments, and also by social support and encouragement they receive from administrators, students and parents (Wu, 2003) . Because in externally motivated behaviors, actions are taken to achieve a result such as winning prizes or avoiding negative consequences (Covington, 2000) . Thus, in order to motivate an individual, it is important to meet external factors in the first place (Kurt, 2005) . When considered in this context, it might be deemed that high external motivation of teachers is positive for their general motivation. In their research, Uçar and Dağlı (2017) also found that the participant teachers' external motivation levels were higher. Another study concluded that the teachers were motivated by external factors the most (Ada, Akan, Ayık, Yıldırım & Yalçın, 2013) . Similarly, in a survey on public employees, it was determined that the employees were more motivated when provided with financial awards, work appreciation and promotion opportunities and when noticed with personal ideas (Öztürk & Dündar, 2003) . On the contrary, in a study conducted by Ertürk (2016), the participant teachers scored external motivation higher than their internal motivation.
In the study, it was seen that the external motivation perceptions of the female teachers were higher than those of the male teachers. This might be interpreted as follows: external motivation tools have a more important role in motivating female teachers and they are more influenced by external motivation tools such as rewards, appreciation, salary bonus, etc. when compared to male teachers. The finding is parallel with some research results in the literature (Alemdağ, Öncü & Yılmaz, 2014; Polat, 2010; Uçar, 2015) . In a research with primary school teachers, the motivation perceptions of the female teachers were found higher than those of the male teachers in the following sub-dimensions: positive attitude towards profession, appreciation of professional success and professional happiness (Argon, İsmetoğlu & İşeri, 2014) . On the other hand, in some studies (Argon & Ertürk, 2013; Recepoğlu, 2012) , it was concluded that motivation of teachers did not significantly vary according to gender.
According to the findings of the research, the teachers' motivation perceptions did not show any significant difference according to professional seniority. In the literature, there are different research results about the effect of professional seniority on teacher motivation. For example, Çevik and Köse (2017) found in their study that the teachers' motivation did not significantly vary according to professional seniority. Ertürk (2016) concluded that the motivation of the participant teachers significantly varied according to professional seniority and that as seniority increased, teacher motivation increased as well. In the studies by Recepoğlu (2012) and Uçar (2015) , it was concluded that the teachers' motivations varied according to professional seniority and the motivation perceptions of those with 1 to 5 years of teaching experience were higher.
In the study, the teachers' motivation perceptions did not show any significant difference according to marital status and school type. In other words, marital status and school type did not influence the teachers' motivation perceptions at a statistically significant level.
The teachers' motivation perceptions were found to be statistically predicted from their organizational culture perceptions both in the external motivation and internal motivation dimensions. The teachers' perceptions of organizational culture predicted internal motivation more than external motivation. On the other hand, it was found that there was a significant relationship between the teachers' external motivation perceptions and the support dimension of organizational culture in schools. In other words, it was determined that the organizational culture dimension which affected the teachers' external motivation perceptions was support culture. In organizations with a tendency to have support culture, individuals are the focus. Support culture is similar to the human oriented character of organizational culture (Parthasaraty & Ramalingam, 2015) . In support culture, it is essential to develop trust and confidence among employees, concrete support, high expectations for success, honest and open communication, information network development for problem solving and protection of what is important, as well as mutual relationships and commitment between organizational members (Terzi, 2005) . The main reason why people are willing to do things in external motivation is that they would like to feel they are valuable to others. This is caused by a sense of belonging or loyalty to a certain group (Ryan & Deci, 2000) . Therefore, support within an organization affects external motivation. In this context, support for teachers, involvement in decision-making process, and creating a culture of trust and cooperation among all employees might provide teachers with external motivation. Similar findings were obtained in a study by Lam, Cheng and Choy (2010) . In the study mentioned, it was observed that the perceived school support predicted teacher motivation both directly and indirectly. On the other hand, Özdemir (2012) , in his research, also found that support culture had a great influence on teachers' morale.
It was found that there was a moderate correlation between the power, role, success and support culture sub-dimensions of organizational culture and the teachers' internal motivation in a positive direction. It was determined that the teachers' perceptions of organizational culture explained variance in their perceptions of internal motivation to a significant degree. It was also seen that the organizational culture dimension which had a great influence on the teachers' internal motivation was success culture. Internal motivation is based on individuals. What is more important is the work itself, not what it provides. Here, the individual motivates himself. Dimensions such as success and responsibility are mostly motivation dimensions associated with components such as job itself, and performance of the doer (Özdaşlı & Akman, 2012) . In internal motivation, activities are carried out for personal satisfaction. In this type of motivation, one acts for his own interests (Ryan & Deci, 2000) . In success culture, individual responsibility is emphasized by prioritizing the execution of workflow and goal attainment rather than rules (Terzi, 2005) . In this respect, the influence of success culture on teachers' internal motivation perceptions is comprehensible.
Organizations have their own unique cultural structure. This cultural structure is closely related to many dimensions as well as being directly associated with individuals. These different factors shape organizational culture structure.
Organizations seeking success, in this context, need to understand and control organizational culture that explains organizational behavior and the effects of organizational culture on employees. In this context, the following recommendations can be taken into consideration in the light of the above-mentioned results;
 As a result of the research finding that the participant female teachers when compared to the male ones and the married teachers when compared to the single ones thought schools tended to have power culture, female and single teachers might get involved in school related work more.
 As a result of the research, it was concluded that the support culture perceptions of the teachers who worked for 7 years or less had lower perception levels than those of the teachers with 20 years or more experience; therefore, novice teachers may be offered a more supportive environment in schools and be made to feel that they are appreciated.
 Since the participant teachers employed in general high schools were found to have more positive organizational culture perceptions than those employed in vocational and technical high in all the organizational culture dimensions, teachers' school culture perceptions may be improved by arranging activities to establish common values and understandings in vocational and technical high schools.
 As a result of the finding that the external motivation perceptions of the participant female teachers were higher than the male teachers, external stimuli that will motivate male teachers might be included in schools.
 When the influence of success and support culture dimensions of organizational culture on teachers' motivation perceptions is taken into consideration, motivation perceptions of teachers, as crucial part of the education system, might be increased by providing practices in which teachers are supported and enabled to achieve things. In this sense, motivational techniques employed in schools might get integrated with organizational culture.
